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Relatively little research was encountered which attempted to measure the
effectiveness of an integrated curriculum over more traditional course of studies. The
results that were articulated seemed to indicate that students in classrooms using an
integrated curriculum approach did as well or better than students experiencing a more
traditional approach. This was especially true in the area of conceptual understanding.
The purpose of this project was to design and develop a model program that integrated
Language Arts, Social Studies and the Washington State Essential Academic Learning
Requirements for the seventh grade students at Manson Secondary School.
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CHAPTER I
BACKGROUND OF THE STUDY
Introduction
We believe learning experiences for young adolescents should:
• address their varied .... development
• be highly integrated and connected to life
Further, we advocate teaming experiences which:
• use the full range of communication skills and technologies in
pU1poseful contexts
Because of these convictions, we believe the following conditions should be
evident:
• all areas of knowledge and skill are viewed as important and are
integrated throughout the student's school experience.
• students explore integrated themes
• the staff is organized in ways that encourage ongoing
collaboration
Because of these convictions, we believe the following conditions should be
phased out:
• the curricu!Ulll consists of separate subjects and skills taught and tested
in isolation from one another.
(National Middle School Association).
The National Middle School Association explained the purpose for the
creation of the Middle School and its divergence from the Junior High School. The
Middle School was designed to provide a structure to help the transescent merge the
concrete world of the Elementary School with the abstract world of the High School
(Loundsbuiry, 1984). The physical/emotional/intellectual/social upheavals taking place
within each adolescent transiting grades six (6) through eight (8) (Wiles, Bondi, 1998)
were considered handicap enough. Additional issues produced by the Junior High School
organization were deemed inappropriate. The transition from Elementary to High School
was best accomplished, in the opinion of the Association, through the design of an
integrated cuniculum which attempted to connect as many life experiences and desired
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learning outcomes as possible and preempted additional and unnecessary confusion and
frustration which already typified the age.
That need for a distinct school ... is more defensible than ever in light of
recent infonnation about growth and development of emerging adolescents ...
common elements found in middle schools such as ... cooperative planning and
team teaching ... interdisciplinaiy studies ... have contributed to their special
identity (Wiles, Bondi, 1998, pg. 288-289).
In recognition of the changes taking place in our youth of the 1950's and 60's,
especially early physical maturation, current reseai·ch took an in depth look at the fifty
year old institution of the Junior High School. An emphasis on relevance, the learning
process and growth during the early adolescent stage of life precipitated the abandonment
of Junior High School and the development of an integrated Middle School concept. The
concept included activity-based learning, emphasis on the social, emotional and physical
needs and development of the student and an integrated curriculum.
No one denied the benefits of a successfully administered integrated cuniculum
for all students, regardless of age, attending any class. Few teachers, in fact, did not
include issues connected with other subject areas as a means of providing relevance for
their students. The major objection to this method of instruction was the difficulty in
orchestration; i.e., providing relevant, connected, real opportunities for students to leatn
useful information across various subject areas.
Purpose of the Project
The purpose of this project was to design and develop a program that integrated
Language Arts, Social Studies and the Washington State Essential Academic Leaming
Requirements for seventh grade students at Manson Secondary School in the State of
Washington. To accomplish this purpose, a review of current related research and
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literature was conducted. Additionally, related information from selected schools/
districts was obtained and analyzed.
Limitations of the Project
Ce1tain limitations of the project are acknowledged.
1.

Scope:

The curriculum was designed specifically for seventh grade

students (approximately 45 - 60) at Manson Middle School, Manson School District
Number 19, Manson, Washington.

2.

Research:

The preponderance of the research focused on 1985 and

later. However, some research back to 1960 and earlier was conducted to establish the
criteria and justification for the concept of Middle Schools.
3.

Participants:

Manson School District employees who assisted the writer,

Kenneth L. Nelson, in the planning and implementing of the project included members of
the Seventh Grade Team: Math/P.E./Health Teacher, Science Teacher, Social Studies
Teacher and Language A1ts Teacher as well as other members of the faculty; i.e., Special
Education Teacher, Music Teacher, Technology Teacher and Vocational/ Agricultural
Teacher in addition to the Administration; i.e., Principal and Counselor.
4.

Time: The project focused on the school year 1998-99 for full

implementation in the school year 1999-2000.
Definition of Terms
Significant terms used in the context of this project have been defined as follows:
1.

EALR's (Essential Academic Learning Requirements): specific standards,

academic skills and knowledge levels students are required to achieve in the classroom by
the State of Washington.
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2.

Integrated Curriculum: a cuniculum designed to allow students to explore

knowledge and skills in academic subjects related to specific relevant thematic units.

3.

Six-Trait Writing: an analytical model for assessing and teaching the

writing process. The model concentrates on six important traits that embody good
writing; i.e., Ideas (the main message), Organization (the logic/development of the work),
Voice (personalizing the work and making it interesting), Word (vocabulaiy chosen to get
the point across), Fluency (the flow of the sentences), and Conventions (graimnar,
punctuation).
4.

Transescent: the stage of development which begins prior to the onset of

puberty and extends through the eai·ly stages of adolescence ... based on the many physical,
social, emotional and intellectual changes ...that appeai· prior to the time which the body
gains a practical degree of stabilization over these complex pubescent changes (Eichorn,
1966, p.3).
Sumrnaty
This project was designed to provide a fully functional, integrated curriculum in
Social Studies and Language Arts for Manson's seventh grade students. It was hoped this
cuniculum would provide more meaning to the students through the interelatedness/
numerous connections in the subject matter and provide more hands-on activities to
satisfy the needs of this age group. The curriculum was also expected to facilitate better
classroom management with all of its benefits, encourage better communication between
teachers and ultimately help the student transition, in this eruptive time of life, in a
fashion more conducive to learning and better health.

CHAPTER II
REVIEW OF RELATED LITERATURE
Introduction:
The turmoil associated with the lives of middle school-aged students was the
focus of numerous studies (Jordon 1993, Gatewood 1975, Loundsbuiry 1984, Wiles &
Bondi 1998). The attention of educators and psychologists with regard to healthy
elementary and high school aged students, without special needs, seemed to be directed
towards a rather linear, stepped emotional progression and aptitude for learning. Concern
for the middle school student appeared to emphasize emotional volatility and a wide
range in stages of physical, emotional, social and cultural maturity (Wiles, Bondi, 1998).
Numerous teaching approaches had been designed to accommodate this diversity.
The curriculum for the middle school-aged student underwent great changes in the
years since the move away from the Junior High School format in an effort to address this
tumultuous stage of life and to provide more meaningful connections to the
perceptions/reality of these sixth through eighth grade students (Wiles, Bondi 1998). The
majority of the literature reviewed regarding the development of the Middle School
concept centered on the development and treatment of the middle school-aged student.
The two major academic approaches discussed in connection with this age group were
"hands-on" and "integrated curriculum". The review centered on the integrated
curriculum.
The research in Chapter two was identified through an Educational Resource
Information Center (ERIC) computer search. A hand search of various other sources was
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also conducted. The review of literature and research summarized on the following pages
was organized to address:
1. Middle school developmental and cognitive concepts

2. Integrated cutTiculum
3. Thematic units
4. Washington State Essential Academic Learnings
5. Summary

Middle School Developmental and Cognitive Concepts
The quote from the National Middle School Association position paper in the
Introduction to Chapter I set the stage for this review. The NMSA beliefs were rooted in
teacher experience, logic and recent scientifically based learning/developmental theo1y
(Wiles, Bondi 1998). In addition, a significant proportion of the Theses, Projects,
Opinion Papers, etc. reviewed enumerated the need for transition to and the benefits of
the integrated cutTiculum. However, most of the work reviewed had little or no
substantiating statistical data.
One opinion paper (George, 1996) which opposed integrating the curriculum,
described all of the objections to this practice encountered in other literature (37 of them).
The term "there is little evidence integrated curriculum... " benefits/improves, etc.,
(George, 1996, p. 16) resounded throughout the piece. No research was ever addressed.
His major argument against the integrated curriculum was the difficulty involved in its
orchestration. He suggested that, because the orchestration was so difficult, we, as
educators should fit the middle school student into a segregated curriculum rather than
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mold the curriculum to their needs. "A traditional curriculum delivered well, I think,
would be far better than an integrated curriculum delivered poorly" (George, 1996, p. 21).
His opinions/concerns echoed the views of many teachers and should not be overlooked.
Direct research or evidence that "integrated curriculum had significant impact on learning"
(Lake, 1994, p.6) was sparse and not impressive except in one category; i.e., improving
the conceptual understanding of the middle school student.
Kellough ( 1996) discussed and provided direction for every aspect of an integrated
curriculum for the Middle School as a textbook for prospective and practicing middle
school teachers. He included the latest research related to intelligence, learning theory,
the development of the transescent and the general characteristics of the stereotypical
adolescent. He believed that modern youth were: interpretive about things going on
around them; persistent, curious and adventurous about things important to them;
energetic; social; wrought with a variety of psychological needs; and, most importantly, in
the largest continuum of physical, emotional and mental maturation of any other age
group. Kellough asserted that these characteristics demanded the benefits of an integrated
curriculum: i.e., group learning, project/activity-based learning and self-directed learning.
He addressed specific teacher actions including: classroom planning, preparation and
performance; curriculum development with respect to different school scheduling models
and placement on the integrated curriculum continuum; annual, unit and daily planning;
teaming; and assessment. Kellough included the following broad topics in his discussions:
The use of texts, aids and resources
Language Arts and Social Studies learning theory, especially the necessity
to build upon prior knowledge (schemata)
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The scope and sequence of Social Studies as a driving force for the
integration
The development of good, productive citizens capable of higher order
thinking
Kellough gave a few examples of thematic units based on the historical perspective
(Greek) and conceptual perspective (Discovery). No transitions or the discussion thereof,
were provided.

Integrated Curriculum
Beane (1991) emphasized that the necessity to approach curriculum integration
was real world. Most real world problems would never comfortably fit into a single
curriculum issue. Attempts to solve problems in a vacuum often ended up with
unintended consequences because of insufficient considerations. The "unique
characteristics" of the middle school-aged youth were again given as reasons for
curriculum integration as a means of connecting worlds and simplifying the trek through
this transescent period. Beane (1992) reminded us that these youth were really normal
human beings involved in a period of development with heightened awareness. Any good
integrated curriculum directed at them would be attractive to all members of the student
society. Beane (1992) reiterated these arguments in other articles. The referenced articles
did not have research associated with them. They did refer to other research with
convincing logic.
Lake (1994) described the historical genesis of the practice and detailed the
research that showed students involved in an integrated curriculum excelled in conceptual
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understanding when compared to their peers emolled in a traditional course of study.
Comparisons in other areas generally showed "statistically significant" advancements by
the groups involved in the integrated curriculum but the results were unspectacular.
Drake (1991) discussed the continuum of integration that could occur in any
specific program depending on the needs, the expe1tise and desire of the paiticipants.
Multidisciplinary planning involved separate academic subjects planning across a
common theme, therein providing connections for the students. This was the lowest form
of integration. Interdisciplinary planning included overlapping content through the
theme. Some of the material was taught by either or all of the teachers and crossed the
boundaries of the academic areas. Other material remained within the purview of the
specific content area teacher. Transdisciplinary planning involved completely integrating
two or more subjects. The model we chose for the majority of our integration was
somewhere between Interdisciplinaiy and Transdisciplina1y planning. Transdisciplinary
planning was a goal for our team that should be achieved in the next few yeai·s with the
acquisition of experience.
Jacobs (1991) provided a four-year plan for implementing whatever form of
integrated curriculum chosen. The first year involved internal and external research. The
internal research concentrated on understanding the concepts of integrated curriculum, the
best practices involved in it and a full understanding of the necessary content (EALR' s)
plus the desired content of the specific academic area. These would be combined by the
teachers involved to ensure all bases were covered without repetition and areas with
multidisciplinary and interdisciplinary potential were identified. Units of study would
also be identified. The external research involved attending conferences, inservice, and
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site visits to solidify ideas about what should be done. The second year of the plan
involved the implementation of the proposal. Changes recommended by the participating
teachers and the students regarding time, adequacy of resource materials, interest, etc.
would be annotated. Revisions and adoption would take place in the third year. This
process would then continue eve1y succeeding year.
Two atiicles written for ninth grade High School students and their institutions
had relevance to our work. Edwards (1995) and his compatriots were integrating English,
Math, Science and Social Studies for students over a three-hour block. The group of 100
students was assigned randomly to their four classes to foster an integrated environment.
The curriculum was structured to allow interdisciplinary and multidisciplinaty
integration. All four teachers and the 100 students could be gathered in a lecture hall, two
disciplines could be joined together to work on a group project related to both subjects or
one teacher could be working with his/her group towards some discipline specific goal.

Thematic Units
Beane (1993) provided general examples of topical themes, arguably the most
difficult part of curriculum integration, to satisfy the needs of schools in different levels
of the practice. The lowest level involved linking information from the participating
separate subject areas across a common theme. The highest level of integration involved
a wilderness camping unit on Ecology with Biology, Chemistry, Earth Science, Life
Skills and Writing. Other suggestions included examples of schools somewhere in the
middle of the two. Ideas were given on how to come up with the themes. Teachers
evolved some, students enumerated others and the community, still others. These topical
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themes suggested by Beane generally covered sho1t durations. It would seem thematic
leaps every few weeks could be almost as confusing as subjective leaps every period.
MacDonald and Czerniak (1994) provided a more detailed example of a thematic
unit with the connections across the following subject areas: Science, Math, Language
A1ts, Art and Social Studies. This article emphasized building thematic units around the
science curriculum. Their examples did not include the transition between thematic units
- easy to do in General Science in this case, but the leap would be excessive for the other
involved subjects.
Stone (1995) encouraged and detailed the methodology of including play in the
integrated cuniculum and gave examples of how different games could be fit into
different subjects/thematic units. While most of the examples were directed toward the
elementary student, some had a place in an integrated Middle School curriculum.
Rose and Schuncke (1997) discussed the relative ease of integrating cunicula
across two associated fields; e.g., Science - Math or Language Arts - Social Studies and
the problems teachers had in integrating across fields that were not always apparently
connected, like Math and Social Studies, besides the obvious graphs and statistical
analyses. The authors suggested that the problem solving techniques taught in Math
might be used to discuss and hypothesize possible solutions to problems found in Social
Studies. One of the problem-solving methods recommended was essentially the scientific
method.
Meyer (1997) gave another example of an integrated curriculum based on
Ecology. She included Gardener's eight intellegences as well as various ecological
programs; e.g., Project WET and Global Rivers Environmental Education Network
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(GREEN). She provided a means of integrating the naturalist intelligence and six of the
other seven intelligences into this essentially Science cuniculum and, in so doing,
bringing in other subject areas; e.g., Art, Language Arts and Mathematics. The logicalmathematical intelligence was emphasized in determining the effect of water temperatme
on breathing rate in fishes. Reflection was often included in the investigations to help the
intrapersonal intelligence further grasp the content of the lessons. Students worked in
groups (interpersonal intelligence) to collect, analyze, interpret and then present
information to the community (linguistic intelligence). Many of the studies included
walking field trips to nearby streams for the investigations. These trips were particularly
included for the bodily-kinesthetic intelligence. Recollections of the trips helped those
with talents in the realm of visual-spatial intelligence.
Kinzer (1997) discussed integration efforts at his High School in Spencer, IN.
The binding force in this effort was Tech Prep/School-to-Work. The integration
generally involved links between two or more academic areas centered around some
aspects of the working world; e.g., Business and Biology students working together to
grow and sell flowers and Journalism, English, Art, Computer and Child Development
classes creating and testing children's books.
Edling and Loring ( 1997) also discussed integrating cuniculum through Schoolto-W ork programs and provided a blueprint for utilizing occupational/ academic
standards to create teams across academic subjects to produce a product. Incorporating
School-to-Work was a major emphasis of the project at Manson.
Pate, Homestead and McGinnis (1997) provided one of the most complete
depictions of efforts towards integrated cuniculum. Themes were driven by Social
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Studies and natural/smooth connections existed between the themes. The program was
student centered. The students had some say in its direction, content and grading. The
stndents, under the guidance of the teachers, developed classroom procedures and
management skills. Leaming was orchestrated through action research that included the
various media available today tl11'ongh technology, interviews, shmt field trips and
journals. The classes were team-taught. Students were often in teams but individual
accountability was emphasized and the basis for most grades. A number of alternative
assessments were available for most testing. The emotional, social, physical and
cognitive ranges of development for students in the middle grades and various learning
styles were included in the program. The book was very useful to my investigation and
much of it was incorporated into the program at Manson.

Washington State EALRS
The Washington State Essential Academic Leaming Requirements (EALR's)
detail the standards (benc111'narks) by which students in Washington State are measured to
determine satisfactory completion of education requirements. These standards are
combined into two goals; Goal I involves Reading, Communications and Mathematics
and Goal II involves the Social, Physical and Life Sciences; Civics, History and
Geography; Health and Fitness; and, the Arts. The emphasis on Reading and
Communications is across the cuniculum, not just in the traditional Language A1ts area.
The "essential learnings" require the student to comprehend and communicate subjective
data as well as inferential information from a variety of references. Each subject area
includes specific reference to the ability to apply subjective knowledge across the entire
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cuniculum. Two additional goals emphasize Washington State's conunitment to teach
students about how things relate. Goal ill requires the student to think analytically,
logically and creatively and to integrate experience and knowledge to form reasoned
judgments and solve problems. (The integrated cuniculum was designed specifically to
address this goal). The last goal, Goal IV, requires the student to understand the
imp01iance of work and how performance, effo1i and decisions directly effect career and
educational opp01innities.

Sunnnaiy
The research and literature in Chapter two supported the following items:
1. The literature reviewed demonstrated the benefits of an integrated curriculum.
2. The difficulty of designing thematic units that accommodated integration
effectively was acknowledged.
3. A general absence of how to provide help in linking thematic units was noted.
4. The most detailed and promising methodologies appeared to be through
Language Arts, Social Studies and the workplace.

CHAPTER III
PROCEDURES OF THE PROJECT
Introduction
The purpose of this project was to design and develop a program that integrated
Language Arts, Social Studies and the Washington State Essential Academic Leaming
Requirements for the seventh grade students at Manson Secondary School in the State of
Washington.

Background of School Population
Manson is a small town (population approximately 2500) situated on the nmihem
shore of Lake Chelan seven miles no1ih of its southeastern tip and from the City of
Chelan in north central Washington State. The major employers of Manson are
agriculture and tourism. The majority of working adults is associated with one of the
many apple orchards or storage cooperatives in the vicinity. Most of the remaining adults
are employed in the various services that suppmi the orchardists and their families, or in
the major, year-round tourist industry. Lake Chelan is a fifty-mile long, one-mile wide,
1400 foot deep pristine lake that occupies the valley floor of a glacier that has long since
retreated into the surrounding mountains. It is fed by streams from melting snow and the
overflow feeds into the Columbia River 150 meters below. The valley is situated in the
foothills on the eastern slopes of the Cascades Mountains. The climate is dry (semi-arid)
with the major precipitation occurring in the form of snow between the months of
November and Februa1y.
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The student body of the Manson Secondary School includes children from grades
seven through twelve. There are approximately 280 students in the school; class (year
group) sizes vaiy from about 45 to 60. The average classroom size is 15-22 students with
the general exception of P.E.
The racial/cultural make up of the permanent residents is approximately fifty
percent Caucasian (second or later generation Northern European) and fifty percent Latin
American. The majority of Latino adults are first generation and almost all come from
various agricultural states/districts of Mexico with a small minority coming from
California. The vast majority of Caucasian residents are upper middle-income to lower
middle-income fainilies with a visible minority at the poverty level. The majority of
Latin Americans (Latinos) are at poverty level, but there is a growing number of middleincome and lower middle-income Latino families. Typically, Latino families use the
Spanish language only in the homes. Many of the adults have had only a few years of
education in Mexico and their children can not read or write in Spanish. Sixty five
percent (65%) of the student population is eligible to receive free or reduced breakfast
and lunch.
A large number of migrant workers, mostly male adult Latinos, reside in the area a
few months a year (from June to October) to maintain and harvest the orchards. These
workers, generally, do not bring families but do have some interaction with the
community. Student absenteeism of the permanent Latino residents to visit families in
Mexico during extended winter vacations (little work is available) is a school concern. A
number of wealthy Caucasian families maintain vacation homes on or near the lake, but
very few of their children attend school in Manson.
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Planning and Development of the Project
The project was designed to accommodate the seventh grade at the Manson
Secondary School. The general makeup of the seventh grade classes over the past few
years was about fifty percent Caucasian and fifty percent Latino. Approximately twenty
percen.t of each class in the secondary school had been identified as having some special
educational needs. The majority of the Latino children were bilingual but, one or two
monolingual (Spanish language only) children were enrolled in each class.
Fom core subjects; Math, Language Arts, Social Studies and Science, were taught
to the seventh grade students by four teachers. The fom core teachers involved in this
project were experienced (eight to twenty years teaching in their assigned core areas).
The four core teachers were augmented by five additional teachers; namely, the
PE/Health, Computer Applications/Exploratory, Music, Special Education and Shop
teachers along with three para-pros.

Procedmes
Small class size and the teaching team allowed flexibility in scheduling classes.
Class periods were consolidated, traded or otherwise manipulated on a periodic basis to
allow for larger blocks of time and for larger group activities. The scheduling was
accomplished by the teachers in weekly meetings. The primary purpose of the meetings
was to discuss cuniculum issues, scheduling and the needs of individual students.
Cuniculum integration was intended to be an internal process with regular review.
The first year was to include some time (two days a week) for the respective core teachers
to coordinate the cmTicula, combine classes and block specific periods of time. The
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integration of the curriculum was concentrated in the areas of Language Arts and Social
Studies. The Math and Science teachers complimented the Language Arts and Social
Studies integrated cu1Ticulum where natural overlap or links occu1Ted. Math, Language
Arts and Social Studies were scheduled back to back in the morning. The seventh grade
was split into three classes for the morning time frame. Grouping for Language Arts and
Social Studies was heterogeneous. Students requiring language support were kept
together to take advantage of the services of a bilingual aide who rotated between the
classes.
Historically, the students who participated in Band were academically superior to
many of the other students. This limitation tended to polarize some classes. Science
classes were in the afternoon along with PE/Health, Band (for those seventh graders
involved), and Explorato1y [Computer Applications, Shop, Music, Academic Assist,
Reading (for those seventh graders involved)]. The latter classes were also included in
the integration on a periodic basis. For example, PE would include a unit on the
Olympics during a study of the Greek Civilization and Computer Applications would
include the instruction in a presentation computer program; e.g., PowerPoint, for use
during a class presentation for Language Arts, Social Studies and/or Science.
Cu1Ticulum themes were chosen around the flow of the Social Studies Scope and
Sequence. The Language Arts emphasis was on literature, grammar and writing. The
course of study for Science was Life Science which included the Scientific Method,
characteristics of life, the virus, the cell, five Kingdoms of living organisms, ecology and
technical reading. The Mathematics curriculum included the four basic math operations,
fractions, decimals, rudimentary probability and statistics, tables and graphs, elementary
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Algebra and Logic. The Math emphasis was on word problems and various solution
processes. The scope and sequence of Social Studies were Geography and Western
Civilization through the Revolutiona1y War; i.e., Greek period, Roman Period, the
Middle Ages, Exploration, Colonization and the American Revolution. Communications
(reading, writing, and speaking) were emphasized in all classes.
Specific integration of Language Arts and Social Studies with other classes and
the methodology of integration were determined by the team, as a whole, and by the
respective teachers. The teachers, additionally, used input from the students in their
classes. Language Atis integration included related fables, short stories, novels, customs
and writing across the curriculum. Science integration involved the study of related
diseases (viral, bacterial, protist, fungal, etc.), plants, animals and ecological/ geological/
climatic events that had historic impact on the highlighted civilization and the science and
scientific theories of the specific times. Each unit culminated in some major combined
event; i.e., activity or project. This usually included at least one of the subjects outside of
the core; e.g., Art, Music, Physical Education. Natural relationships between the units
were emphasized across and within the core curriculum. Plauning for the year was
conducted in mid-to-late August. Planning and coordination for each unit were
conducted during weekly team meetings that plauned a quarter ahead, a month ahead and
a week ahead. Time was also available to discuss individual student needs.
Continual emphasis of one topic throughout the school day reduced the interest
level of the students so integration was emphasized two or three days a week, on the
average. Subject area teachers concentrated on related topics specific to their subject on
the other days. Topics and themes that addressed the EALR's in a natural, realistic
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manner yet provided the needed scope, continuity and relevance were difficult to
orchestrate. After much discussion and some experimentation, the major topics (with
their relevant themes) listed below were attempted.
Geography (understanding the globe and maps)
Western thought (Democracy/Greek and Roman Civilizations/Conquest)
Dark Ages/Medieval Period (control/oppression)/Renaissance
Westward movement (Conquest-Discovery-Exploration/ Migration/ Colonization)
Independence (Revolutionary War/Birth of a new Nation/promise-betrayal of
human rights).

CHAPTERIV
PROJECT
The model curriculum program to integrate Language Arts, Social Studies and the
Washington State Essential Academic Learning Requirements for the seventh grade
students at Manson Secondary School, Manson, Washington, is presented in the subsection of this chapter that follows. Themes, areas of focus, EALR' s, activities, possible
assessments, potential segues and School-to-Work emphases are provided.
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A MODEL PROGRAM THAT INTEGRATES LANGUAGE ARTS,
SOCIAL STUDIES AND THE WASHINGTON STATE ESSENTIAL
ACADEMIC LEARNING REQUIREMENTS FOR SEVENTH GRADE
STUDENTS AT MANSON SECONDARY SCHOOL IN MANSON, WASHINGTON

Kenneth L. Nelson
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BACKGROUND
We believe learning experiences for young adolescents should:
• address their varied .... development
• be highly integrated and connected to life
Further, we advocate learning experiences which:
• use the full range of communication skills and technologies in
purposeful contexts
Because of these convictions, we believe the following conditions should be
evident:
• all areas of knowledge and skill are viewed as important and are
integrated throughout the student's school experience.
• students explore integrated themes
• the staff is organized in ways that encourage ongoing collaboration
Because of these convictions, we believe the following conditions should be
phased out:
• the curriculum consists of separate subjects and skills taught and tested
in isolation from one another.
(National Middle School Association).
The National Middle School Association, in the above statement, explained the
purpose and reason for the creation of Middle Schools. The purpose of Middle Schools
was to help provide a structure through which the transescent conld merge the concrete
world of the Elementary School with the abstract world of the High School. This was to
be accomplished by addressing the physical, emotional, intellectual and social needs that
took place within each adolescent in grades 6 through 8. This transition would be best
accomplished, in the opinion of the Association, through the design of an integrated
curriculum which attempted to connect as many life experiences and desired learning
outcomes as possible and preempt additional and unnecessary confusion and frustration
which typically was found in Middle School students. Recent studies indicated that an
integrated curriculum did significantly improve the conceptual understanding of students.
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In an attempt to realize improvement in the seventh grade students at Manson
Secondary School, this project proposed an integrated Language Arts and Social Studies
curriculum in alignment with the Washington State Essential Academic Leaming
Reqnirements. The curriculum included herein was directed toward the Language A1ts
and Social Studies Core. The Manson Seventh Grade Team unde1took additional
integration with other core and elective subjects on a periodic basis. The team included
the Math/P .E./Health teacher, Science teacher, Social Studies teacher, Language A1ts
teacher, Special Education teacher, Music teacher, Technology teacher and
Vocational/Agricultural teacher.
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GENERAL UN1T FORMAT AND DESIGN
Introduction
The format for the investigation of each major topic/theme was similar. The initial
topic, Geography, was used as a starting point to solidify the concepts of governance,
government, and student accountability. The age appropriate Washington State goals and
EALR's were addressed in each major topic/theme. Also incorporated in each major
topic/theme were skills introduced to the seventh grade students during the three day
Manson Summer Camp and Orientation; namely;
study and investigation skills
individual student journals
alternative methods of assessment
cooperative learning
expected behavior and accountability
team building
The "Geography" unit also introduced the schemata that would be followed for
each subsequent thematic unit. Language Arts, in the meantime, concentrated on the
"geography" oflanguage; a.k.a., a review of the tenets of6-Trait Writing. An
introduction to etymology was a necessary adjunct to this unit, particularly as it applied to
Greek, Latin and Germanic word origins with respect to the influences of these languages
on the English language. This unit included an in-depth description of a fictitious
continent of the student's own design with all of the geographical, political and social
characteristics of today's land masses (continents and countries) and the residing peoples
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from the perspective of the culture of the individual student. The imaginary continent was
the shape of some significant aspect in the student's life; e.g., a football or musical
instrument with all of the major geographical components common to most continents
such as mountains, rivers, plateaus, islands, etc. The student created a history, religion (if
so desired), customs and government.
Team Building
Team Building was conducted the first week of the academic year to solidify the
lessons of Camp Manson for the majority of students and introduce the teaming concept
to those few students who did not attend the camp. Additionally, each unit started by
selecting student teams; the teams were usually academically and ethnically
heterogeneous. On occasion, teams were self-selected; on others, the teams were selected
randomly. For the most part, however, teams were organized by the teacher, with input
from students, to achieve heterogeneity. Student team input included selection of at least
one other member of the team. Some students in the early part of the year were unable to
participate as members of a team because of poor behavior or lack of cooperation. These
students worked alone and directly with the teacher on the same project. This isolation in
many cases encouraged them to decide to work in a team. Mainstreamed special
education students worked right along with their team. Additional support was provided
by another student, the teacher, an aide or the center, as needed. Teams were changed at
appropriate times; i.e., between investigation activities of each unit.
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Project Definition: Prior Knowledge
The team's first unit task was that of identifying their prior knowledge (schemata)
of the theme. This included vocabulaiy, timelines, concepts, events, locations/geography,
personalities, etc. The teams then shared the information with the teacher who, with
input from the teams, organized the information into logical sub-topics in a mind map,
outline or some other similar format. The teams then took the information and, with the
use of a text, a video, a visit to the library, other information searches and the Washington
State Goals and EALR' s, decided possible questions to investigate. This information was
presented to the class and the teacher again organized/reorganized the information into
the sub-topics. Other resources were brainstormed; e.g., community members or local
organizations that could help. As work and careers were part of each unit, students were
encouraged to talk to people with related jobs in the nearby community.
Project Definition: Questions and Rubrics
Four or five of the major questions identified in the previous activity were
selected by the class with some direction provided by the teacher to ensure that the
questions required higher order thinking skills. Each teain had some leeway in selecting
questions ofpaiiicular interest to the team's respective members. Each team then divided
the questions amongst the several members and made other assignments of
responsibilities; e.g., recorder, teain leader, supplier, etc. Restrictions on repeating
assignments were made by the class; e.g., not twice in a row, no more than twice in the
year, etc. These included restrictions regarding repetitive investigations into various
careers unless it was necessitated in order to answer specific questions or to compare
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changes in the career with time. Master lists of careers investigated and individual
responsibilities were maintained by the teacher. The teams, together with the teacher,
decided on some broad goals and milestones for presentation of their research to the
group. The method of presentation (Powerpoint, play, video, etc.) was left up to the
group with the approval of the teacher. Additionally, the class made grading rubrics for
the presentation and other projects with input/guidance from the teacher. Each individual
team then drew up a specific plan of action based on those goals and presented it to the
teacher and class for approval.
Project
The teams then went to work on the various aspects of the project, working in
either of the two classrooms that were purposely assigned next to each other and guided
by one or both of the teachers. Periodically, one of the teachers scheduled the library and
the teams then had the option of going to the library or working in either of the two
classrooms. The teachers also combined periods so the students/teams had a two-period
work block. Each student was provided with the following inf01mation as it was
determined by the class and with help from the teacher:
connecting issues to the previous theme
concept and objectives
assessments
literary and period terms
novels and readings
writing trait(s) to be emphasized
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special activities
careers
Each student had the opportunity to present a portion of the project to either
another team or the class. As individuals, and collectively as teams, students had the
opportunity to use rubrics designed for the project to assess their own, their teammates
and another team's work. A culminating activity was planned for each unit that involved
the entire 7th grade during the tluee period morning block.
Assessments
Alternative assessment of student progress was ongoing. Team participation and
productivity were the initial staiting points. Input from individual students, teams and the
class as a whole and observations from the teacher were collated to provide one
assessment. The product of each investigation provided another assessment oppo1tunity.
This was based on the rubrics developed and promulgated at the beginning of the unit.
Other forms of assessment, which were utilized by teachers, included written and oral
tests (based on the EALR's for the unit) or a review by the teacher of the presentations in
a form similai· to the initiating schemata exercises. These assessments included various
levels of subject mastery and involved recall, matching, multiple choice, short answer,
opinion, reflection, analysis and other higher order thinking skills. Options were given to
students to come up with their own means of demonstrating their competence.
Additional assessments were obtained from ancilla1y assignments on related topics; e.g.,
writing a story, doing a mini-investigation, during traditional classroom sessions.
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ESSENTIAL ACADEMIC LEARNING REQUIREMENTS (EALR's)
The Washington State Essential Academic Learning Requirements (EALR's) were
used as the guiding directives for planning the curriculum for the 7tl• grade. The
forecasted EALR's for each of the units were included in the table below. Actual use was
changed by a small degree due to input from the students or as the circumstances
warranted.
The Communications, Writing, Reading and Social Studies EALR's promulgated
by the State had been incorporated by the school district. The numbering system utilized
was the same system used by the State. A one or two letter code preceded the number to
indicate the general standard topic; i.e., "W" was Writing, "Cm'' was Communications and

"R'' was Reading. Social Studies was broken down into its constituent parts; "H'' was
History, "G" was Geography, "Cv" was Civics and "E" was Economics.
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Week

Theme/Unit

I

Team Building

2-5

Geography

6-10

SSEALR's

Reading/Communications/Writing EALR's

Activities

Cml.l, Cml.2, Cml.3, Cm2.l, Cm2.3, Cm2.4,
Cm2.5, Cm3.l, Cm3.2, Cm3.3 (theseEALR's
were used in every unit and will not be
repeated herein)

construct
model,
egg drop,
etc.

Hl.3, H2. l, Gl. l, Gl.2,
G2.l,G2.2, G2.3, G3.l,
G3.2,G3.3

Cm2.2, Cm4.l, Cm4.2, Cm4.3, Cm4.4, Rl.l,
Rl.2, Rl.3, Rl.4, Rl.5, R2.l, R2.2, R2.3, R3.l,
R3.2, R3.3, R3.4, R4. l, R4.2, R4.3, Wl. l, Wl.2,
Wl.3,W2.l,W2.2,W2.3,W3.!,W3.2,W3.3,W3.4,
W3.5 (all used each unit, will not be repeated)

own continent,
country,
culture

Greece,

Hl.l, Hl.3, H2.l, H2.2,
H2.3, H3.l, H3.2, H3.3,
G3.l,G3.2,G3.3,Cvl.3,
Cv4.l

W2.4 (used each unit, will not be repeated)

Tragedy,
Theater,
Olympics
(Math lead)
Philosophy

11-16

Rome

HI. I, Hl.3, H2. l, H2.2,
H2.3, H3.l, H3.2, H3.3,
G3 .1, G3.2, G3.3, Cv!.2,
Cv4.l

17-18

choice

teacher/student choice

19-23

Medieval

Hl.3, H2. l, H2.2, H2.3,
H3.l, H3.2, H3.3,G3.l,
G3.2,G3.3, Cv2.3

Senate, Caesar,
Anny tactics,
Myth

teacher/student choice

choice
Shakespeare,
King Arthur,
disease,

•
~'

!
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Week

Theme/Unit

SSEALR's

Reading/Communications/Writing EALR's

Medieval (con't)

24-28

Exploration/

movement
west to new
continent

29-34

35-36

Revolution,
birth of new
nation

choice

Activities
Reformation,
Renaissance,
Other civs

Hl.2, Hl.3, H3. l, H3.2,
H3.3, Gl.l, Gl.2, G2. l,
G3.l, G3.2, G3.3, Cvl.l,
Cvl.2,Cvl.3,Cv2.l,Cv2.2,
Cv2.2,Cv2.2,Cv2.3,Cv3.l,
Cv3.2,Cv4.l,El.3,El.4,El.5

ships,
explorers,
Indians,
Colonies

Hl.2, Hl.3,Gl.l,Gl.2,G2.l,
G2.2,G2.3,G3.l,G3.2,G3.3
Cvl. l,Cvl.2,Cvl.3,Cv3. l,
Cv3.2,Cv4.!,Cv4.2,Cv4.3,
El. l,El.2,El.3,El .4,El .5

drill, Deel. of
Independence &
Constitution,

teacher/student choice

novels,
poetry
teacher/student choice

choice
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SUGGESTED UNIT ACTIVITIES
Since students had input into the actual content of each unit, specific unit plans
would vary somewhat from year to year. A general requirement for each unit involved the
student relating past history and the lessons of the past to the present-day world.
Team Building:
The objective of the team building unit was to create unity and cohesion within the
classes. A series of short, hands-on problems/exercises was conducted over two or three
days with different teaming configurations. These solidified similar activities that took
place in Camp Manson and helped the teacher observe group dynamics. Additionally,
class rules and procedures were determined with help from the students. Activities
included: constructing a model home with designated supplies, constructing an egg drop
container with given supplies, close order drill, team "snowshoe" races, etc.
Geography
Each student constructed/designed their own continent with specified geographic
and climatic characteristics and a key/legend; e.g., bay, peninsula, river, mountains,
islands, plains, forest, desert, etc. The student also identified similar features on a map of
the State of Washington. Each student created a history, determined a form of
government, created a culture with myths and legends, traditions, etc. The students also
created an assessment rubric for the project. The students shared the project with the
team throughout the work process and made recommendations to members of the team
regarding possible additions or inconsistencies. Each student then shared the project with
the class. Themes for possible assessments included: labeling geographic features on a
map (matching) of Washington State and/or the United States of America, discussing
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various characteristics of a culture and parallels in American society. As a transition, the
geography of the MediteJTanean Sea and surrnunding landmasses, Egypt, present-day
Iraq, Greece and Italy was investigated. Possible School-to-Work activities included:
visits or contact with various gove1mnent agencies that dealt with administration,
legal/law enforcement, maps/charts, militaiy, infrastructure and services; e.g., federal,
state, local, forest, water, building, utilities, etc.
Greece
The following possible activities were ainong those considered for the Greek unit:
Briefly discuss Greece and its society as the cradle of western civilization,
Egypt and other known early civilizations; e.g., Far East, Americas
Compare Eastern and Western thought. Seek input from the students
about their own cultural backgrounds.
Investigate the rise of the Greek city-states.
Study Greek philosophers and their contributions to western civilization,
study Greek contributions to democratic government. Compare different
philosophies of some of the city-states; e.g., Sparta and Athens.
Read and dramatize a portion of a Greek tragedy or other work (Iliad).
Themes for potential assessments included relating the need for resources and
land to militarism and expansionism and discussing the economic needs of a countJy as
they related to trade. A transition to the next unit involved the investigation of the
formation of Greek colonies on the isles and peninsula that formed modem Italy and the
rise of the Roman Empire. Possible School-to-Work activities included Governance (see
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the activities in Geography above), Foreign Service (other cultures), Construction, Art,
Education, Science and Food Service.
Rome
The following activities were among those considered for this unit:
Discuss the government of the Roman Empire and create a Senate.
Reenact a portion of Julius Caesar.
Study and report on a Roman myth or god.
Learn and recreate some of the tactics of the Roman soldiers.
Themes for potential assessments included:
Parallels or amplifications to those listed previously in "Greece,"
Understanding the geographic benefits of Rome with respect to rest of the
Meditenanean
Understanding the foreign and domestic political-milita1y
achievements/advancements of the Roman Army.
As a transition to the Medieval Unit, the apex, deterioration and fall of the
Roman Empire and the rise of the feudal societies and their incorporation into kingdoms
were investigated. Possible School-to-Work activities included any of those listed in
previous sections (individuals could not repeat a work category) and health and
entertainment.
Medieval
Activities considered for this unit included:
Study the societies of Europe during the Dark Ages.
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Select a civilization outside of Western Europe that existed during the
Dark Ages; e.g., Chinese, Indian civilizations of the Americas, etc. and
present it to the class.
Read and act out a p01tion of one of Shakespeare's period plays or
Legends of King Arthur.
Study the effects of disease in the world at this time and extrapolate those
effects out to the civilizations on the Americas and diseases such as AIDS.
Refer back to medicine in the Greek civilization, the Hippocratic Oath and
the philosophies of Galen.
Themes for possible assessment included discussing the role of religion in history
or providing examples (present and past) of ethnic and religious conflict. A transition
involved the investigation of the Renaissance and some of the people, religious
reformation, scientific findings and culture of the time. Possible School-to-Work
activities included previous activities (watch for repeats-keep a list), Religion, Art and
Agriculture.
Exploration, Discovety and Colonies
Activities possible for this unit included:
Recreate the top deck of a period ship on the football field/gym. Exercise
in a naval engagement.
Investigate the need for expansion of the various countries involved; e.g.,
England, France, Portugal, Holland and Spain.
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Discuss, select and research some of the historical and theoretical
explorations (one per team); e.g., Japanese to South America, Vikings,
Columbus, Cortes, Pizarro, etc.
Research some of the Indian civilizations in the Americas (one tribe per
team); e.g., Incas, Aztecs, Maya, froquois Confederated Tribes, Seminole,
Plains.
Research the American Colonies and the relationship of the Northern,
Middle and Southern Colonies.
Themes for possible assessment included the influence of economics on political
decisions, freedoms and the stepping stones to Democracy (Greek and Roman
civilizations, Magna Carta, etc.), and the knowledge/theories of the world of the time. As
a transition to the next unit, the impetus for the Revolution as it pertained to the colonies;
i.e. Northern, Middle and Southern, was investigated. Possible School-to-Work activities
included something from one of the previous lists, Travel and Transportation, Food
Service/Hotel and Carpentry.
Revolution
Activities for the Revolution Unit included:
Recreate the battlefield tactics of the British and Revolutionaries; e.g.,
formal musket lines vs. guerilla tactics, naval tactics, cannonade, training,
discipline, close-order-drill. Relate these tactics to a few of the major
battles; e.g., Concord/Lexington, Saratoga, Yorktown, Virginia Capes.
Discuss the Continental Congresses and the products of their labors; i.e.,
the Declaration of Independence and the Constitution. Include the
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dichotomy of the philosophical and real intent of these documents as they
related to human freedom and rights, slavery and universal suffrage.
Choose, read and discuss relationships to the theme of relevant period
literature (novels and poetty).
Possible assessments included discussing the period of expansion in the U.S. and
relating it to colonialism, comparing the problems that led to the Revolution to the
problems that led to the Civil Wm·. As a tt·ansition and introduction to the course of study
in the eighth grade, the problems that led to the Civil War were investigated. Possible
additional School-to-Work activities included items from the previous lists and various
manufacturing and business occupations.
Choice Units
Two periods of Choice were inc01porated into the schedule for a variety of
reasons. The periods provided buffers for the teachers at the end of the semesters should
other units take longer than anticipated, if something was worth revisiting or
reemphasizing or if some of the EALR's needed additional work. The periods provided a
change or a rest from the teaming activities of the previous weeks. The periods also
provided an opportunity for standardized testing; a little less than a week of testing was
anticipated each semester. The Choice Units also provided an oppottunity for students to
work on individual or group projects of interest to them that pertained to the class. The
periods were not conelated between teachers. The students were divided into two period
blocks. The format was designed to be flexible and followed the plan below.
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Day

Activity

1

Introduction, examples, requirements (EALR's),
possible topics

2

Selection of individual students (individual/group
project and topic)

3

Libra1y, research

4

Library, research

5

In-class work

6

In-class/Library work

7-8

Libra1y, type/prepare presentation

9-10

Presentations to class

The format and length of the Choice Units were determined by the teacher and the
students based on the available time, required activities and the desires of the students.
Standardized testing and other restrictions limited the scope of the investigations.
Possible School-to-Work activities included occupations from the previous lists; heating,
ventilation and air conditioning; electronics and computers; and, office and social work.

CHAPTERV
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
The pmpose of the project was to design and develop a model program that
integrated Language Arts, Social Studies and the Washington State Essential Academic
Learning Requirements for seventh grade students at Manson Secondary School. The
program focused on integrating cmTiculum within the areas of Language A1ts and Social
Studies. Additional areas of emphasis included: School-to-Work, hands-on activities,
inquiry based research and the incorporation of two other core subjects (Math and
Science) and electives. Cun-ent research on computer sources and literature, EALR' s, as
well as existing programs were reviewed.
Conclusions
Conclusions reached as a result of this project were:

1.

Too much integration throughout the day actually led to saturation and boredom.

The students involved in the integration at the beginning of the year repotted this to us.
Some modifications were made which seemed to reduce the complaints yet maintained
the continuity.
2.

A number of activities outside the realm of control of the teaching core during the

school year; e.g., testing, school wide functions, intenupted the process and distracted
time lines.
3.

Additional suppo1t was needed for some special education students.
Recommendations
As a result of this project, the following recommendations are made:
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I.

Leave time between units (at least two to tluee days) and reduce the length of the

end of semester choice unit.
2.

Continue to research ways to fully incorporate Math and Science into the

cun-iculum tluough natural links to the relevant subject matter. Creating aitificial,
contrived or forced transitions might confuse rather than simplify the issue. Complete
full integration within the next two years.
3.

Fully incorporate special education services into the project and pl=ing.
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